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Programming for Gifted Students 



Developing and maintaining meaningful programs for excep- 
tionally talented and gifted students is one of the most 
intriguing challenges we face as teachers. Part of what makes 
our job easier or more difficult, frustrating or satisfying, is the 
match we achieve between the expectations of the system and 
what we, as practitioners, can realistically do. 



The Ministry of Education's mission statement promotes an 
education system which enables "all learners to develop their 
individual potential." For gifted students this requires oppor- 
tunities to develop in ways which may far exceed expected 
learning outcomes for their age. 



All students are entitled to equal access to learning and achieve- 
ment. We provide this access by placing exceptional students 
in the most enabling learning environment pos 
sible. We must consider this same principle when 
programming for gifted students. 

This is an interesting time to be teaching gifted 
students. New initiatives are giving educators 
greater freedom to individualize programs and 
make the learning environment dynamic and 
relevant. Among the initiatives that have positive implications 
for gifted and talented students are: 




In what wa ys do our decisions for our 
gifted students ensure that they are in 
the most enabling environment 



o personal planning at all levels, 

• work experience and career development at the gradua- 
tion level. 



® increased use of computer technology, 

® opportunities to challenge courses at the graduation level, 
and 

o opportunities to take independent-directed studies. 



BEST COPY AVAILABLE 



•<\) 



Who Are Our Gifted Students? 



r 1 

Michael 

Michael is nine yeare old. He 
performance on academic tasks that 
require verbal ability is considerably 
above average, but his grades in 
math are in the average to low 
average range. Recently when two 
psychology majors from a nearby 
university were observing Michael in 
class, they discovered that he had 
two imaginary people do his math — 
Mr. X and Mr. Y. Mr. X did the work in 
the traditional way while Mr. Y tried 
different approaches to answering 
the questions. The teacher reports 
that she has only seen the work of 
Mr. X who frequently has incorrect 
answers although an analysis of 
errors reveals that errors are due 
to m\nor mistakes in computation. Is 
Michael gifted? 



Perceptions of giftedness vary even among gifted education 
specialists. At one time "gifted" was the term used to describe 
those students who learned quickly and obtained high scores 
on IQ tests. While these abilities still contribute to our under- 
standing of giftedness, the findings of many researchers have 
given us a deeper understanding of intelligence. 

Today "giftedness" is generally accepted to include a wide 
range of attributes, from the traditional intellectual measures 
to interpersonal abilities. 

Howard Gardner and Joe Renzulli are among the researchers 
who have had considerable impact in recent years on our un- 
derstanding of giftedness. Gardner’s theory of multiple 
intelligences and Renzulli’s three-ring conception of giftedness 
are useful starting places for classroom teachers attempting to 
identify gifted behaviour among their students. 



The Theory of Multiple Intelligences ( Gardner , 1933 ) 

Gardner’s model of intelligence describes capabilities in seven 
areas. The following summary of these capabilities is drawn 
from Thomas Armstrong (1994): 

• Linguistic: The ability to use words effectively both orally 
and in writing (e.g., writer, orator). 

• Logical-Mathematical: The ability to use numbers effec- 
tively and to see logical relationships and patterns (e.g., 
mathematician, scientist, computer programmer). 

• Spatial: The ability to visualize and to orient oneself in 
the world (e.g., guide, hunter, architect, artist). 

• Bodily, Kinesthetic: The ability to use one’s body to ex- 
press ideas; to make things with hands; and to develop 
physical skills (e.g., actor, craftsperson, athlete). 

• Musical: The capacity to perceive, discriminate, transform 
and express musical forms (e.g., composer, musician). 

• Interpersonal Intelligence: The ability to perceive and 
make distinctions in the moods, intentions, motivations 
and feelings of other people (e.g., counsellor, political 
leader). 

• Intrapersonal Intelligence: Self-knowledge and the abil- 
ity to act adaptively on the basis of that knowledge (e.g., 
psychotherapist, religious leader). 



Historically, gifted students have been identified by excellence 
in linguistic or logical-mathematical realms. Students with out- 
standing abilities in other areas may not have been identified 
for gifted programming. A broader search for giftedness and a 
commitment to its development includes all of the intelligences. 

According to Gardner, performance within each of the intelli- 
gences is developmental. Development may or may not occur 
at the same rate for all of the intelligences. Gifted students will 
show patterns of development that exceed their peers in one or 
several of the intelligences. 



The Three-Ring Conception of Giftedness (Renzulli, 1966) 

After an extensive analysis of research studies of gifted indi- 
viduals, Renzulli concluded that giftedness involves the 
interaction of three sets of characteristics: above average intel- 
lectual ability, creativity and task commitment. This interaction 
may result in giftedness in general performance areas such as 
mathematics, philosophy, religion or visual arts, or in perform- 
ance areas as specific as cartooning, map-making, play-writing, 
advertising or agricultural research. 

Treffinger (1986, p. 40) defined the characteristics as follows: 



Above Average Intelligence 

® Advanced vocabulary 
• Good memory 
® Learns very quickly and easily 
® Large fund of information 
® Generalizes skilfully 
® Comprehends new ideas readily 
® Makes abstractions easily 
® Perceives similarities, differences, relationships 
® Makes judgments and decisions 





Chris 

Chris is a quiet 12 year old who, in 
spite of poor spelling and 
handwriting, produces average to 
above average work in class. He 
seldom speaks in class although 
once in a while he offers a unique 
point of view during discussions in 
social studies and science. Recently 
his class took the SRA Piagnostic 
Reading and Math tests. Although 
the tests are designed to identify 
students with difficulties and do 
not test the upper limits of a 
student’s functioning, Chris 
surprised his teacher because he 
made no mistakes on either of the 
tests. Is Chris gifted? 



Classroom Resources 

Seven Ways of Knowing: Teaching for 
Multiple Intelligences (Lazear, 1991) 

Seven Ways of Teaching: The Artistry 
of Teaching with Multiple 
Intelligences (Lazear, 1991) 
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What Makes Giftedness? 




Creativity 

• Questioning; 
very curious 
about many topics 

• Has many ideas (fluent) 



• Sees things in varied ways (flexible) 

• Offers unique or unusual ideas (original) 



Amy . 

Fifteen year old Amy is a 
competent, hard working student 
who takes home report cards with 
mostly A’s and the occasional B. 
She grasps concepts easily, 
completes all of her work on time, 
and makes an effort to produce 
outstanding reports with 
information from many different 
sources. She generally makes top ' 
marks on exams and is extremely 
upset if she doesn’t. Is Amy gifted? 



• Adds details; makes ideas more interesting (elaborates) 

• Transforms or combines ideas 

• Sees implications or consequences easily 

• Risk-taker; speculates 

• Feels free to disagree 

• Finds subtle humour, paradox or discrepancies 

Task Commitment 

• Sets own goals, standards 

• Intense involvement in preferred problems and tasks 

• Enthusiastic about interests and activities 

• Needs little external motivation when pursuing tasks 

• Prefers to concentrate on own interests and projects 

• High level of energy 

• Perseveres; does not give up easily when working 

• Completes, shares products 




• Eager for new projects and challenges 

• Assumes responsibility 




1936, Creative Learning Press, Inc.; reproduced with permission. 



Renzulli's three ring concept of giftedness has helped educa- 
tors to look for more than intellectual ability in identifying 
students with potential. We now recognize the importance of 
creativity. When these two factors are combined with task com- 
mitment, there is potential for giftedness. 

Task commitment refers to the passion and the perseverance 
that follows when students are involved in problems, topics 
and projects of their own interest or choosing, in or outside of 
the classroom. Gifted students are typically committed to tasks 
that are personally meaningful. A lack of commitment to a task 
assigned by someone else does not necessarily mean the stu- 
dent lacks task commitment. For example, failing to complete 
classroom assignments is not an appropriate reason to exclude 
a student from gifted programming. Therefore, educators us- 
ing task commitment as an indicator of giftedness should do 
so carefully. 

Renzulli (1986), Treffinger (1986) and Feldhusen (1992) suggest 
that one goal of education is to identify the exceptional 
strengths, talents and interests of students and to develop pro- 
gramming to help them optimize their potentials. The intent is 
to develop programming which reflects a student's uniqueness. 
Areas within school programs that provide opportunities for 
talent identification and development are shown in the 
Feldhusen graphic (1992, p. 14) on page 10. 

Gardner's and Renzulli's work illuminates the need to identify 
student potential in a variety of ways and to develop multiple 
programming options to meet each student's unique needs. 



The Challenge 

Is Michael gifted? 

What about Chris and Amy? 

More information is needed to 
answer these questions. Developing 
detailed student prof iles for 
potentially gifted students is an 
important first step toward 
appropriate programming. The 
ongoing development of student 
profiles makes it possible to design 
programming based on the 
student's strengths and talents. 
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Areas for Talent Identification 




Talent 

Pev'elopment 
in Schools 





© 1992 , Center f or Creative Learning, Inc.; Reproduced with permission. 



Identifying Gifted Students 



How can a teacher determine if a child is gifted? When estab- 
lishing an identification procedure, teachers and administrators 
must be sensitive to factors which may inhibit student identifi- 
cation: 

• language, 

• culture, 

• gender, 

• physical ability, 

• learning or sensory disabilities, and 
® personality style. 

Some students jump out as highly exceptional and capable 
learners. They catch our attention with exceptional responses 
to classroom activities. Others may provide a mixed picture, 
demonstrating strenghths in some areas, but average or below 
average functioning in others. The question is not whether to 
enhance the program for these students, but how to enhance 
the program. 

Some students have exceptional potential that is masked by 
individual characteristics or underachievement. Exceptional 
potential can be missed when the learning environment does 
not offer the student an opportunity to demonstrate or develop 
a talent. Establishing a systematic process of identification will 
ensure that most, if not all, gifted students are identified. 

Identification of strengths and talents should be ongoing and 
should involve using multiple criteria. Several of the following 
sources of information should be used as part of the identifica- 
tion process: 

• Formal test results including indicators of cognitive abil- 
ity, achievement, aptitude and creativity. 

• Teacher observations including anecdotal records, check- 
lists and inventories. 

• Records of student achievement including assignments, 
portfolios, grades and outstanding talents and accomplish- 
ments. 

In addition, the following may contribute to a deeper under- 
standing of individual student strengths: 

• Nominations by educators, parents, peers and self. 

• Interviews of parents and students. 



Developing a Student Profile 



Developing a student profile helps to provide a deeper under- 
standing of an individual's unique interests, styles and abilities. 
By gathering information from a variety of sources, teachers 
and school-based teams are in a better position to make edu- 
cational decisions that will enhance the student's development. 

Means of gathering data include: observations of student per- 
formance; assessment of student products, portfolios, journals 
and learning logs; informal and formal classroom testing; learn- 
ing style inventories; interest inventories; rating scales of 
student characteristics; previous report cards; information from 
parents; and psycho-educational testing. 

Five areas to consider are the student’s: 



Appendix 3: 1EP - Student Profile 



• academic achievement. 
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Appendix 4: brilliant behaviour 




• learning styles and strengths, 

• interests, 

• special abilities, and 

• visions and goals for the future. 

Academic achievement tells us what the student can do in 
various areas of the curriculum. Watching a student during 
learning activities, analyzing student products, and using learn- 
ing inventories are a few ways to gather information. In 
addition to academic achievement, tests that have a ceiling 
many years beyond the student's age level can provide infor- 
mation about the student's maximum level of performance. 
This information is valuable when selecting learning activi- 
ties, materials and environments that can provide a challenge. 

Learning styles and strengths refer to the way a student ap- 
proaches learning. The concept of learning styles is approached 
by different authors from different perspectives. 

Renzulli and Smith's (1978) Learning Styles Inventory measures 
student attitudes toward nine general modes of instruction: 
projects, drill and recitation, peer teaching, discussion, teach- 
ing games, independent study, programmed instruction, 
lecture and simulation. 

Silver and Hanson (1980) base their learning style inventory 
on the Myers-Briggs personality type indicators. Gardner's 
multiple intelligences theory describes seven different areas 
in which a student might show learning strengths. 
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Brilliant Behaviours (Kanevsky, Maker, Nielsen & Rogers, 1994) 
is a checklist that describes twelve characteristics associated 
with giftedness. This checklist is intended to help teachers make 
systematic observations that can lead to assessment and iden- 
tification of gifted students. Maker and Nielsen (in press) have 
included this checklist and suggested applications for its use 
in Principles and Curriculum Development for the Gifted. The 
checklist itself is included in an appendix in this resource guide. 

Interests of the students can provide a basis for curriculum 
development, extension exercises and independent studies. 
While teachers have many ways to find out about student in- 
terests, there are some published inventories that can be helpful. 
One is My Book of Things and Stuff (McGreevy, 1982) written for 
primary and intermediate students. Another is The Interest- A- 
lyzer (Renzulli, 1977) appropriate for middle and secondary 
school students. 

Special abilities refers to the student's talents that may or may 
not be exhibited through the school's curriculum. The student 
may have a special ability in taking mechanical objects apart 
and putting them back together or may be an accomplished 
pianist, figure skater or hockey player. Special abilities can of- 
ten be identified through knowledge of the student’s hobbies, 
extracurricular activities and outside interests. 

Vision and goals for the future are the student's personal val- 
ues and hopes for the future. This includes the student’s desired 
lifestyle, possible careers and community interests set in the 
context of a long term vision. Creating a vision or desired fu- 
ture provides the student with a focus for personal planning. 



Nine Learning 
Preferences... 

• Projects 

• Prill and recitation 

• Peer teaching 

• Piscussion 

• Teaching games 

• Independent study 

• Programmed instruction 

• Lecture 

® Simulation 

.enzulli and Smith (1978>) 




Classroom Resources 

My Book of Things and Stuff: An 
Interest Questionnaire for Young 
Children (McGreevy, 1982) 

The Interest-A-Lyzer (Renzulli, 
1977) 



Gifted Learners in the Classroom 



The student profile is used to create a program to meet the 
student's unique learning needs. What each student needs in 
a program will vary. 



Its not an age difference, but an 
attitude difference, that's 
important here." 

University Hi'Krcoaent 




Thirty-three academically gifted students at Vancouver's 
University Hill Secondary School were asked: "If we as 
teachers could provide the very best learning situation 
for you, what would you have us do?" While responses 
varied, the major concern was with recognition of an ac- 
celerated learning rate. Secondary concerns centred 
around learning styles. Responses included: 

Let me go ahead and work at higher levels. 

Let us work with older kids. We can fit in. 



• It's not an age difference but an attitude difference that's 
important here. Older kids are more accepting. 

• Give us independent programs. Let us work ahead on our 
own. 



• Know that everyone has talent — and need. Provide chal- 
lenge (in our talent area). 

• Have totally hands on lessons. If we're studying elections, 
have a mock election. 

• Use more videos, films and telecommunications. 

• Use humour. 

• Provide independent study opportunities — let us study 
something we are interested in. 



These student responses are consistent with strategies pro- 
moted by educators and curriculum developers in gifted 
education. All agree that gifted students need a learning envi- 
ronment that provides opportunities for challenge, 
opportunities to work with intellectual peers, encouragement 
to become independent learners, and curriculum enrichment. 



The following principles of a differentiated curriculum for the 
gifted /talented were set out by Kaplan (1986, p.183). This is a 
useful starting point for the classroom teacher who is looking 
for ways to enhance the curriculum for a gifted student. 

° Present content that is related to broad-based issues, 
themes or problems. 

® Integrate multiple disciplines into the area of study. 

o Present comprehensive, related and mutually reinforcing 
experiences within an area of study. 

® Allow for the in-depth learning of a self-selected 
topic within the area of study. 

o Develop independent or self-directed study j£ 
skills. 

® Develop productive, complex, abstract and/ or 
higher level thinking skills. 

° Focus on open-ended tasks. 

o Develop research skills and methods. 

® Integrate basic skills and higher level think 
ing skills into the curriculum. 

° Encourage the development of products that 
challenge existing ideas and produce "new" 
ideas. 

e Encourage the development of products that 
use techniques, materials and forms. 

6 Encourage the development of self-understand- 
ing. For example, recognizing and using one's 
abilities, becoming self-directed, appreciating 
likenesses and differences between oneself and 
others. 

® Evaluate student outcomes by using appropri- 
ate and specific criteria through self-appraisal, 
criterion-referenced and/or standardized in- 
struments. 
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Strategies 



A variety of approaches can be used to meet the needs of the 
gifted learner in the regular classroom. In developing the cur- 
riculum the teacher can consider making changes in four areas: 




• The content of the curriculum. (What the student studies.) 

• The processes that engage the students. (How the student 
works with information.) 

• The products of their studies. (How students represent 
what they know.) 

• The learning environment. 

The following strategies for working with students are 
grouped under these headings. In some instances a particu- 
lar strategy could be placed under more than one heading. 
In the interest of space each strategy will be described only 
once. 



Content 

The content of the curriculum consists of the facts, concepts, 
issues, problems and themes that students study in their pur- 
suit of knowledge. In general gifted learners absorb material 
at a faster pace, work well with abstractions, make learning 
connections easily and often have interests more like older stu- 
dents. As a result they will need to work at higher instructional 
levels, at a faster pace and with a variety of materials. 

Strategies for providing content at an appropriate learning level 
are: 





• acceleration, 

• telescoping, 

• compacting, 

• independent study, 

• tiered assignments, and 

• learning centres. 

In addition, there are a number of curricular models that can 
be used to enhance content. 




programming options... 



Acceleration -J 

Acceleration is the practice of placing students at a higher than 
normal level of instruction to meet their learning needs. It oc- 
curs when a classroom teacher provides the student with 
advanced curriculum, when a student skips a grade, or when 
a student takes a specific course at a higher level. 

Students can be accelerated by grade, when they are advanced 
in all areas, or by subject. In the latter case a student in Grade 
6 may be doing math at an advanced level and language arts 
at his age level. 

While many educators resist acceleration as a strategy, research 
overwhelmingly supports it. Acceleration has been shown to 
be positive for both achieving and underachieving gifted learn- 
ers in the majority of documented cases. (Benbow & Stanley, 
1983; Kulik & Kulik, 1992). 




Telescoping - J 

Telescoping is reducing the amount of time a student takes to 
cover the curriculum. Courses often involve overlapping con- 
tent and skills from one grade level to the next. Gifted learners 
may not need as much time to learn and remember the mate- 
rial. An example of telescoping is when a student completes 
grades 8 and 9 math in one year. Telescoping can be used in 
conjunction with acceleration. For example, at Johns Hopkins 
University, mathematically precocious youth are offered both 
strategies to help them advance more quickly. The student's 
learning needs are diagnosed and instruction is provided only 
when needed. This allows the student to move on to more de- 
manding work (Benbow, 1986). 

The early university entrance pilot project housed at Univer- 
sity Hill Secondary School in Vancouver is another example of 
telescoping. In this program highly gifted students, who range 
in age from 11 to 15, spend one year finding and working at 
levels that provide academic challenge. In the second year they 
learn skills needed for early entrance to university. 



• Continuous progress 

• Grade skipping 

• Content acceleration 

• Testing out of course 
requirements 

® Advanced courses in 
summer or after school 

© Correspondence courses, 

® Specially designed credit 
courses 

• Advanced placement 
courses 

• Pual enrolment 

• Early graduation 

• Early enrolment in college 

• Radical acceleration 
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Compacting 

Compacting is a strategy designed to streamline the amount 
of time the student spends on the regular curriculum. This strat- 
egy allows students to demonstrate what they know, to do 
assignments in those areas where work is needed, and then to 
be freed to work on other curricular areas. 



j \ P 05 time on 
«*** C ' a * Sr ° * on app'^ 0 ” 5 '" 



Renzulli and Reis (1985) use compacting to reduce repetition 
and to "buy" time for the students to work on an 
individual project of their own choice. 

It may also be used to extend work in a given topic. 
For example if the area to be compacted is math, 
the student will spend less time on regular class- 
room assignments and have more time to work 
on applications or math enrichment activities. 



To compact curriculum the teacher needs to: 

• Decide what the student needs to know in the area being 
considered for compacting. 

• Find out what the student knows — by testing, observ- 
ing, analyzing performances. 

• Provide assignments so the student can master unknown 
material. 

• Work with the student in developing an individual learn- 
ing plan that may include: 

- enrichment in the compacted area. 

- enrichment in an area of interest. 

- an individual study project. 

, The process of compacting can be used to develop an Indi- 

•> Classroom Resources vidual Education Plan (IEP) for students. A thorough 

: — =~ presentation of compacting with lists of resources and places 

Curriculum Compacting: The to obtain them is presented in Reis, Burns, Renzulli (1992.) 

Complete Guide to Modifying the 
Regular Curriculum for High Ability 
Students (Reis, Burns, & Renzulli, 

1992) 

It's About Time: Inservice Strategies 
for Curriculum Compacting (Starko, 

1986) 

Teaching Gifted Kids in the Regular 
Classroom (Winebrenner, 1992) 

ERIC . 8 




about. 



Independent 5tudy 

Independent study is an opportunity for students to pursue 
areas of personal interest or to individually investigate course 
topics. Components of an independent study program include: 

• identifying and developing a focus, 

• developing skills in creative and critical thinking, 

• using problem solving and decision making strategies, 

• learning research skills, 

• developing project management strategies, 

• keeping learning logs, 

• evaluating the process and product, 

• sharing the product with an intended audience from be- 
yond the classroom, and 

• keeping a portfolio of results. 

Independent studies help the student move from being teacher- 
directed to student-directed. With teacher support and 
coaching the student learns how to decide on a focus, how to 
develop a plan of action and follow it through, and how to 
monitor the process. Students take part in developing criteria 
for evaluation and begin to work with the teacher as a partner. 

There are many excellent materials available to help teachers 
with this process. Among these are: Gibbons (1991), Norman 
(1989), Reis, Burns and Renzulli (1992), and Treffinger and 
McEwen (1989). 



Tiered Assignments 

Tiered assignments are designed to meet the needs of a group 
of learners functioning at a range of levels. Students work on 
the same content, but are asked different questions and are 
provided with different activities which are assigned accord- 
ing to ability. 

Some teachers involve students in the process of designing 
units of work. By teaching the students Bloom's taxonomy and 
creative thinking stems, students can write and design ques- 
tions and activities for different levels of thinking. The teacher 
works with the students in deciding which questions and ac- 
tivities they will be responsible for completing and in setting 
evaluation criteria (Treffinger, Hohn & Feldhusen, 1989). 



In what ways is optimizing the 
learning of a gifted student 
like: 

• Training for the Olympics 

• Exploring outer space 

• Organizing an expedition 

• Developing a business 

• Scuba diving 

• Swimming with dolphins 

• Writing a novel 

• Painting a mural 

• A Sunday afternoon 

• Slowing glass 

• Composing a symphony . 

• balancing a budget 



Classroom Resources 

Fostering Independent Creative 
Learning: Applying Creative Problem 
Solving to Independent Learning 
(Treffinger & McEwen, 1989) 

How to Become an Expert: Discover, 
Research and Build a Project in Your 
Chosen Field (Gibbons, 1991) 

Pathivays: A Personal Project 
Management System (Gibbons, 
1991) 

The Self-directed Learning Contract: 
A Guide for Learners and Teachers 
(Norman, 1989) 

Reach Each You Teach II: A 
Handbook for Teachers. (Treffinger, 
Hohn & Feldhusen, 1989) 



Gifted teaching... 
Gifted performance 



When I casually asked Sharon 
Friesen how she and her teaching 
partner Pat Clifford taught their 
multi-grade primary class through 
broad based themes, I was in for a 
surprise. For one year all of their 
classroom curriculum was woven 
around the theme “structures ° The 
big question that they presented 
students was "What holds things 
together?" and related to it, "What 
causes things to fall apart?" 

5 he explained that everything the 
students studied was organized 
through the lens of these two 
interrelated questions. For exampie, | 
students might ask what holds * 
friendships, families, communities, 
countries, economies together? 

What causes them to fall apart? 

They might ask what holds plants, ■ 
animals, or ecological systems 
together? What causes them to fall 
apart? 

They explored patterns in math and 
studied structures in literature. As 
well, all students had an opportunity 
to study and experiment with 
building structures as part of a 
study of robotics. 



Learning Centres 

Learning centres are physical "stations" where students are 
engaged in activities designed to extend their understanding 
and thinking about a topic. Activities may include working on 
an individual or small group investigation, watching a video 
tape, listening to an audio tape or working on a computer ac- 
tivity. Sometimes there are games to reinforce a concept or 
problems to solve. 

Learning centres can be used to reinforce and extend the regu- 
lar program or to identify and extend the interests of students. 
In the latter case, they may not be directly related to curricular 
content, but introduce the students to new possibilities for 
study. 

For the teacher, learning centres provide a way to work with 
small groups while the rest of the class is engaged in other 
assignments or centre work. 



Curricular Models 

Learning Through Broad Based Themes 

Kaplan (1986) uses broad based themes as a curriculum or- 
ganizer. A theme can span several disciplines and give rise to 
the study of many topics. The content of the curriculum, the 
thinking and research skills used, and the end product of the 
investigation are taken into consideration in the development 
of the theme and related lessons. Examples of broad based 
themes are: change, cycles, structures and systems. Students 
at any level can take part in lessons developed around any 
theme. The work will vary in levels of sophistication. 

Teachers Sharon Friesen and Pat Clifford used the theme "struc- 
tures" with a multi-grade primary class in Calgary in 1993/94. 
(Clifford & Friesen, 1993). Throughout the year, all lessons were 
woven around this theme. Students were presented with two 
questions: 

• What holds things together? 

• What causes things to fall apart? 

Everything the students studied was viewed through the lens 
of these two interrelated questions. For example, the questions 
were used to study friendships, families, communities, coun- 
tries and economies. The same questions were used to examine 
plants, animals and ecological systems. 



Students explored patterns in math and studied structures in 
literature. As part of a study of robotics, all students had an 
opportunity to experiment with building structures. 

Although the two teachers established intended learning out- 
comes for the year, they did not decide on the precise content 
materials they would use. Instead, content emerged from the 
questions, interests and concerns of their students as they re- 
lated to the topic of study. These lead to a variety of independent 
and group investigations. A final, important component of the 
program was the expectation of students to present the out- 
comes of their studies to parents and the community. 

The design of this program follows a model often recommended 
for gifted students. Friesen and Clifford found, at the end of 
three years, that student's with average ability were function- 
ing several years above grade placement. (Clifford & Friesen, 
1994. Unpublished raw data.) 

Information for developing multi-disciplinary themes can be 
found in Drake (1993), Jacobs (1989), Gamberg, R., Kwak, W., 
Hutchings, M., and Altheim, J. (1988) and Kaplan, (1986). 



Learning Through Cases 

In case study teaching students are presented with a realistic 
scenario that is woven around a dilemma. Students read the 
case and then work together in study groups to discuss ques- 
tions about the case. After they have formulated some ideas 
about the issues, the teacher holds a class discussion. Through 
carefully designed questions, the teacher helps clarify and ex- 
tend the thinking of students by drawing out what they know 
in a non-judgmental way. Students are encouraged to question 
aspects of the case they may not have considered. Often stu- 
dents find that, as a result of the group discussion, there are 
other things they will need to know before they can reach con- 
clusions or make decisions about the issues presented in the 
case. This need to know more leads to follow up activities. 

Cases require the student to think critically and to make sound 
decisions. To make an informed decision the student needs to 
know and to understand the facts of the situation, study it from 
different points of view and, ultimately, to think about the con- 
sequences of their opinions and decisions. Teaching with cases 
is a methodology used in many business, medical and law 
schools. Wassermann (1993, 1994) provides numerous exam- 
ples of cases in her presentation of this methodology. 



was curious how they organized 
the program. She explained that 
while she and Pat had established 
the intended learning outcomes for 
the year, they did not know at the 
beginning prec isely what content 
materials they would use. Content 
emerged from the students’ 
questions, imprests and concerns 
as they related to the topic of 
study. These lead to a variety of 
independent and group investigations. 

Not only did students working on a 
variety of investigations, but built 
into the program was the 
expectation that they would 



present their 



project outcomes to 
parents and the community. As 1 
listened 1 was intrigued by the fact 
that the des gn of the program was 
very much like that recommended 
for gifted learners. More 
■fascinating was that at the end of 
three years of working with this 
class, the average reading score on 
the Alberta diagnostic 
Achievement Test for these Grade 
3 students was at a Grade 6 level. 
(Clifford & Friesen. 1994) 



Classroom Resources 

Individualized Teaching of Gifted 
Children in Regular Classrooms 
(Feldhusen, 1990) 

Serious Players in the Primary 
Classroom: Empowering Children 
Through Active Learning Experiences 
(Wassermann, 1990) 
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A Case Study... 



As I enter Maureen Adam's Grade 7 
classroom in Maple Ridge, the 
students are absorbed in an article 
that repeals the wonders of taxol, a 
rare, experimental agent from yew 
bark that has a positive effect in , 

T„(5 

reducing cancerous tumours. v 



f"* 



When students finish reading, they ; 
discuss study questions in small % 
groups to prepare for a whole class 
discussion. Their teacher begins the 
discussion by inviting students to 
tell what they believe are the main 
issues in the case. What at first 
appears to be a promising solution £ 
for cancer victims turns out to be a:’ 
multifaceted problem: ' -vj 



• There is a potential supply :ff 
problem. It takes 5-6 yew trees 

to yield one gram of taxol. *.C 

■<! 

• Yew trees are rare and slow T 

growing. ■«]:- 

•Taxpayers h ave lent $3,575,000 
to Towers Phytochemicals Ltdf 
to build a plant to begin testing 
and producing taxolj 



A case study opens the door to a 
variety of follow-up activities 
designed to engage students in 
challenging activities that extend 
their interest in and understanding 
of a problem. 



Learning Through Problem Solving 

Developing the curriculum through the study of problems is 
related to case method teaching. Both begin with a scenario 
that presents a multifaceted problem. In problem solving not 
only do students critically analyze the problem from different 
points of view, but they must also decide upon a solution, de- 
velop a plan of action for its implementation and, in some 
instances, carry out the plan of action. See Treffinger, Isaksen 
and Dorval (1994). 

School and community problems, environmental issues, po- 
litical issues and global issues are sources of real problems to 
study. For teachers new to this process, the Future Problem 
Solving Program is a way to get started. Each year the Future 
Problem Solving Program presents problems for students to 
address such as hazardous waste disposal, overpopulation and 
shrinking rainforests. The topics are written as scenarios tak- 
ing place in the future. Students must look at the problem from 
many points of view, decide on the critical sub-problems, 
choose one to work on and formulate a plan of action for deal- 
ing with it. Curriculum support materials are provided with 
this program. 

For inventive students interested in technology or drama, the 
Odyssey of the Mind Program presents challenging problems 
for students to solve. Problems include developing structures 
that hold up under pressure, designing vehicles with limited 
sources of power and developing a dramatization that depicts 
a transformation. Curriculum support materials are available 
for science, math, social studies and English. 
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Process ) 

To design curriculum that meets the learning needs of gifted 
students we must consider not only what is being studied, but 
the processes that engage students. 

The formulation of a problem is often more 
important than its solution, which may be 

i 

merely a matter of mathematical or 
experimental skill. To raise new questions, 
new possibilities, to regard oid problems 
from a new angle, requires imagination and 

marks real advance in science. 

Einstein and Infeld (1930) 

sons and assignments that promote higher level thinking. The 
taxonomy provides a way to understand levels of thinking. 

Bloom proposes that at the most basic level we acquire knowl- 
edge and comprehension. At higher levels we learn how to 
apply principles and to analyze, synthesize and evaluate. 

Many teachers developing curriculum for gifted students use 
Bloom's taxonomy to design questions that promote higher level 
thinking. Assuming that a student has no background in a topic 
of investigation, the student would move from knowledge and 
comprehension to application before working with the higher 
order skills of analysis, synthesis, and evaluation. The latter 
three levels are associated with critical thinking. 

Bloom's Taxonomy of Educational Objectives 

Basic Levels 

Knowledge refers to the memory of facts and information. 

Examples: 

® List Canada's provinces. 

° Match each province with the correct capital. 

° Label the parts of the brain. 

Cue verbs to use in questioning: list, match, write, tell, recite, 
memorize, find, identify, label, choose, pick. 



Classroom Resources 

Teaching Elementary Science: Who's 
Afraid of Spiders (Wassermann & 
Ivany, 1988) 

Planning Integrated Curriculum: 

The Call to Adventure (Drake, 1993) 

Gate: Curriculum Framework 1991- 
1996 (Smith, 1991) 

The Grid: A Model to Construct 
Differentiated Curriculum for the 
Gifted (Kaplan, 1986) 

Interdisciplinary Curriculum: Design 
and Implementation (Jacobs, 1989) 

Learning and Loving It: Theme Studies in 
the Classroom (Gamberg, et al., 1988) 

Introduction to Case Method 
Teaching: A Guide to the Galaxy 
(Wassermann, 1994) 

The CPS Evaluation Sourcebook: 
Practical Resources for Evaluating 
Creative Problem Solving Outcomes 
(Treffinger, Sortore & Tallman, 1992) 



Process skills include: 

0 higher level thinking, 

® creative thinking, 

® problem solving, and 
® research skills. 

Higher Level Thinking (Bloom. 1956) 

Bloom's Taxonomy is a model frequently used 
as a guide when designing themes, units, les- 



Classroom Resources 

Creative Problem Solving: An 
Introduction (Treffinger, Isaksen & 
Dorval, 1994) 

The Real Problem Solving Handbook 
(Treffinger, 1994) 

Reach Each You Teach II: A Handbook 
for Teachers (Treffinger, Hohn & 
Feldhusen, 1989) 

Soar: A Program for the Gifted Using 
Bloom’s Taxonomy (Reid & Reid, 
1982) 

The Creative Problem Solver's 
Guidebook: A Practical Set of 
Reproducible " Templates " to Guide 
Facilitators and Group Participants 
(Treffinger, Sortore & Tallman, 1992) 

Creative Problem Solving for Teens 
(El well, 1993) 

Practice Problems for Creative 
Problem Solving (Treffinger, 1994) 

Inventing, Inventions, and Inventors: A 
Teaching Resource Book (Flack, 1989) 

Lessons from the Hearthstone Traveler 
(Stanish, 1988) 

Mindglow (Stanish, 1986) 

Scamper (Eberle, 1977) 

Scamper On (Eberle, 1987) 




Comprehension is the ability to explain, interpret and extrapo- 
late ideas, concepts and information. 

Examples: 

• Explain how the battle was won. 

• What was the main idea of the article? 

• Tell how the model works. 

Cue verbs to use in questioning: explain, summarize, inter- 
pret, estimate, paraphrase, conclude, prepare, demonstrate. 

Application is the ability to apply understanding to new situ- 
ations and solve problems. 

Examples: 

• Based on your knowledge of the contenders, predict who 
will win the election. 

• Draw the school grounds to scale. 

• Write journal entries in your log as if you were Columbus 
on his trip to the New World. 

Cue verbs: apply experiment, organize, construct, solve, put 
together, model, select, put to use, interview. 



Higher Levels 

Analysis is the ability to break facts, ideas and concepts into 
parts, to examine relationships among parts, to compare and 
contrast, and to create categories. 

Examples: 

• Outline the chapter. 

• Categorize your ideas for solving the problem. 

• Compare life in British Columbia today with life a hun- 
dred years ago. 

Cue verbs: outline, compare and contrast, divide, classify, cat- 
egorize, analyze, inspect, simplify, survey. 

Synthesis is to create a new whole, see a new pattern of rela- 
tionships, develop a new and unusual approach. 

Examples: 

• Design a vehicle that does not use a fossil fuel. 
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Characteristics of 
creative people... 



• Devise a plan for reducing the amount of garbage created 
by man. 

• Develop the ideal regional plan for your community for 
the Year 2025. 

Cue verbs: create, form, compose, design, produce, rearrange, 
predict, hypothesize, imagine, invent, develop. 

Evaluation is to establish criteria and make judgements and 
decisions. 

Examples: 

• Explain which in your opinion is the best solution to the 
problem. 

• Explain which is the better buy. 

• Write a critique of the ruling. 

Cue verbs: rank, judge, rate, evaluate, decide, critique, assess, 
grade, recommend, defend, conclude, determines. 




Creative Thinking 



Four behaviours associated with creative thinking are fluency, 
flexibility, originality and elaboration. 

Fluency is the ability to generate many ideas. This skill is re- 
quired for students to tell what they know; to think of ideas for 
writing, drawing or speaking; and to think of ways to solve a 
problem. Question stems to promote fluency include: "In what 
ways...," "List...," or "Brainstorm...." Examples are: In what ways 
might we solve the recess problem? List different forms of 
power. Brainstorm possible consequences of a global economy. 

Flexibility requires generating a wide range of ideas. The ques- 
tion stem "How many different ways..." encourages student 
flexibility. For example, "How many different ways can you 
find to measure the length of a room?" or "List many different 
ways to produce a book report," are questions that encourage 
flexibility of student responses. 

Originality refers to unique, unusual responses. Original re- 
sponses usually occur at the end of an idea-finding activity, 
after the more obvious ideas have been produced. Question 
stems include: "What is the most unusual idea... way...?" and 
"What if...?" For example: "What is the most unusual way to 
market our product?" and "What if we had no air travel?" 



© Adventurous 
© Willing to take risks 
® Feel whole parade is out of 
step 

© Always baffled by 
something 
® Persistent 

© Independence in judgment 
© Unconcerned about power 
® Questioning 

© becomes preoccupied with 
1 a problem 

• Emotionally sensitive 

• Never bored 

© Sense of humour 

• Not interested in small 
details 

• Stubborn 

® Speculative 

© Strives for distant goals 
® Thorough 

® Receptive to ideas of 
others 

• Self starters 

Anne [3. Crabbe, Future 
Prob.'em Solving Froqram (1906) 
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If I were may or... 



When a flyer announcing the “If I 
Were Mayor” contest arrived, 
Grade 2 teacher Louise Baines saw 
it as an opportunity to use the idea 
as a problem solving exercise. She 
presented the following scenario 
(mess) to her students: 



• You have just won the North 
Cowichan Mayoral election. You 
are filled with pride that the 
people of this community chose 
you to be their may or. You have 



great plans to improve the city. 

The class discussed the: role of the 
mayor, what makes a good leader 
and what pressing proble:ms face 
their town. Each student had a 
different set of ideas. The following 
are excerpts from Ian's written 
responses. Note that first he lists 
all of his ideas, then selects the 
most important idea(s), marks it 
with an asterisk and then moves the 
most important idea forward. 



• Pata Finding 
5ome things a mayor is 
about... 

Electricity, power lines, 
population growth, Polluil 



• Problem Finding 
In what ways might I... 

Lower the taxes, 5top putting dowr 



concerned 



taxes, parks, 
ion*... 
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Elaboration requires adding ideas, providing details, extend- 
ing thinking. "What else...?" is a question stem leading to 
inquiries like "What else do you see?" followed by a probe, 
"Tell me more." 

When students use creative thinking strategies to generate 
ideas, it is important to establish rules to keep the process 
moving and to create a safe environment. Some basic rules are: 

• Generate as many ideas as possible. 

• Work quickly. 

• Add to other people's ideas. 

• Defer judgment until all of the ideas have been given. 



SCAMPER 

Scamper is a strategy that can be used to break mind-set and 
enhance creative thinking (Eberle, 1987). Think about a topic 
of concern and ask, "To create a unique solution what might 
I... 

Substitute? — person? place? thing? 

Combine? — what? combine purposes? ideas? 

Adapt? — reshape? tune-up? tone down? 

Modify? — magnify? minimize? 

Put to other uses? — new use? 

Eliminate? — remove? omit? simplify? 

Rearrange? — change order? plan? scheme? 

Problem Solving 

The Creative Problem Solving process is a flexible tool that 
can be used to examine real problems and issues. There are six 
stages to the model. Each stage requires a (D) divergent phase 
when many ideas are needed and a (C) convergent phase when 
decisions are made about the best ideas to move forward. 

The process, initially developed by Parnes and Osborne, has 
been modified over the years so that it is more flexible. The 
following is from Treffinger, Isaksen and Dorval (1994, p. 19). 



Understanding the Problem Component 

♦ Mess Finding 

(D) Seeking opportunities for problem solving 

(C) Establishing a broad, general goal for problem solving. 

♦ Data Finding 

(D) Examining many details, looking at the Mess from 
many viewpoints. 

(C) Determining the most important data to guide prob- 
lem development. 

♦ Problem Finding 

(D) Considering many possible problem statements. 

(C) Constructing or selecting a specific problem statement 
(stating the challenge) 



Generating Ideas Component 
❖ Idea Finding 

(D) Producing many, varied and unusual ideas. 

(C) Identifying promising possibilities — alternatives or 
options having interesting potentials. 



Planning for Action Component 

♦ Solution Finding 

(D) Developing criteria for analyzing and refining prom- 
ising possibilities. 

(C) Choosing criteria and applying them to select, 
strengthen and support promising solutions. 

♦ Acceptance Finding 

(D) Considering possible sources of Assistance/Resistance 
and possible actions for implementation. 

(C) Formulating a specific Plan of Action. 

All of the stages do not need to be used with each problem. For 
example, when students are studying an environmental issue 
like "our shrinking rainforests," gathering data and listing prob- 
lems associated with the topic can be meaningful activities on 
their own. Later, students may choose one of the key problems 
to solve. While they may ultimately decide upon the best solu- 



trees, 5 top pollution, Stop littering. 



Protect fish 
wildlife* 



• Idea Find 
Ian decided p 
habitat was 
problem. His 

1. Instead of 
up into the 
into the cent 

2. Do your pa 

3. Suild a E JIG 1 



beaches, and sea and 



ng. 



air 



Oili 



« Solution 
Ian decided 
necessary tc 
be whether o 
important -to 
community. 



rotecting the local 
the most important 
ideas included: 
ijnaking the pollution go 
make it go down 
re of the earth. 

'■t. 

wildlife preserve* 



finding 

e of the criteria 
assess his idea would 
not the issue is 
the citizens of his 



He evaluated his solution by looking 
at its advantages, disadvantages 
and unique possibilities. Advantages 
included: animals can be seen, the 
Rod and Gun Club would help, and the 
Fish and Game Club would help. 
Limitations were: Loggers and the 
government might not agree. A 
unique potential was that he could 
fence the animals for people to see. 



° Acceptance Finding 
First item on Ian's plan of action was 
to contact a realtor and buy lots of 
land. In one month he planned to hire 
a surveyor to map out the property. 
In three months he would contact 
volunteers to start working. 
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tion, they may or may not develop and implement a plan of 
action. 

Following through on a plan of action and presenting findings 
to real audiences can be a powerful lesson in social responsi- 
bility. In Duncan, for example, a group of teens concerned about 
youth violence created a series of skits to present to younger 
students. The dramatization provokes the audience to think 
about the choices they make that escalate or reduce violence. 

To assist teachers in assessing student problem solving, 
Tref finger, Sortore and Tallman, (1992) have developed 12 tools 
for observing, assessing and evaluating student understand- 
ing and use of the Creative Problem Solving process. 



Classroom Resources 

Developing Student Questioning 
Skills: A Handbook of Tips and 
Strategies for Teachers (Millar, 1989) 

User's Guidebook: Measure of 
Questioning Skills (Himsl & Millar, 
1985) 

CORT Thinking: 1-6 (deBono, 1976) 

Just Think (Tyler, 1982) 

Stretch Think (Tyler, 1984) 

Patterns for Thinking: Patterns for 
Transfer: A Cooperative Team 
Approach for Critical and Creative 
Thinking in the Classroom (Fogarty 
& Bellanca, 1989) 

Thinking in the Classroom: Resources 
for Teachers, Volumes One and Two, 
(B.C. Ministry of Education, 1991) 

Developing Independent Learners: The 
Role of the School Library Resource 
Centre (B.C. Ministry of Education, 
Learning Resources Branch, 1991) 

O ft 
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Strategy to promote question asking 

As educators we want our students to become self-directed 
learners, to ask questions and to be curious about the world 
around them. One way to achieve this is to promote their ques- 
tion asking abilities. Millar (1989) presents strategies to help 
students ask questions at all levels of thinking. In addition, he 
shows how students can be taught to generate criteria which 
they can then use to assess their own levels of questioning. 

Levels of questioning include: 

• gathering information: who, what, where, when, why, how? 

• organizing information: why? 

• extending information: what next, what if? 

Supporting and encouraging gifted learners to ask "what 
next?" and "what if?" will help students learn to anticipate, to 
hypothesize and to go beyond the apparent in their thinking. 

Teaching Students to Think 

Opportunities for using higher order thinking skills can be 
made available to students in two ways. One is in the students' 
classroom assignments: written assignments, problem solving 
activities and project work. The other is the kinds of questions 
teachers ask during discussions. 

When teachers rely on questions that require specific answers, 
students learn to respond in a convergent manner. They learn 
that it is their job to find the "right" answer. To create a class- 
room environment in which students feel safe enough to take 
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Research 5k ills 



risks and share ideas, teachers must be prepared to ask open- 
ended questions and to encourage a variety of thoughts and 
opinions as responses. 

Learning to ask questions that promote exploration of ideas is 
a skill that takes time and perseverance to develop. Serious Play- 
ers in the Classroom (Wassermann,1990), written for primary 
teachers, provides examples of teacher interactions that pro- 
mote thinking. Teaching Elementary Science: Who’s Afraid of 
Spiders (Wassermann & Ivany,1988) does the same for inter- 
mediate level teachers. Training in developing questioning 
skills is available through the Faculty of Education at Simon 
Fraser University. The Great Books Foundation also offers train- 
ing in leading group discussions that promote thinking. 

Educators agree that students need to think creatively and criti- 
cally. There is disagreement, however, about whether the 
teaching of "thinking skills" should be done separately or only 
in the context of the curriculum's content. 

DeBono has been one of the proponents of teaching thinking 
skills separately and then embedding them in the content. 
DeBono's CORT program for students at the intermediate or 
higher levels introduces 10 different thinking skills at each of 
five levels. Tyler's Just Think (1982) and Stretch Think (1984) 
materials introduce CORT thinking skills to primary students. 
Ultimately the goal is to use these skills to promote deeper 
exploration of content. 



Developing Research Skills 

To support independent investigations all students need to 
know where to go to obtain information, how to record ideas 
and how to organize and report the outcomes of their work. If 
they are working on real problems the information they need 
may not be found in books. Interviewing and developing sur- 
veys are two skills to consider. 



Interviewing 

Preparation for the interview: 

6 Decide on the purpose of the interview. 

® Brainstorm possible questions. 

e Select questions to provide the data needed for the project. 




• Uses card catalogue. 

• Understands library 
organizational system. 

• Uses specialized reference 
materias such as: 

- anthologies 

- biographies 

- atlases 

- bibliographies 

- catalogues 

- dictionaries 

- directories 

- encyclopedias 

- indexes 

- periodicals 

- reader's guides 

- surveys' 

- yearbooks 

• Uses sources of 
information other than 
books: 
audiotapes 

- charts 

- film strips 

- globes and maps 

- periodicals 

- pictures 

- radio and television 

® Uses community resources: 

- businesses 

- colleges and universities 

- galleries and museums 

- government agencies 

- professional organizations 

- service clubs 

- science centres 
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• Develop an order for presenting the questions. 

• Decide how to analyze the data. 

• Brainstorm things to do in preparation for the interview. 

• Select the important items and put them in a logical se- 
quence. 



Role play the interview 

Interviewing is high risk for students. If they are well prepared 
and have had opportunities to rehearse the interview in ad- 
vance and get feedback from their classmates, they will feel 
more secure. Working in teams for face to face interviews — 
with one person asking questions and another recording helps 
to relieve some of the pressure associated with this process. 



Surveying 

Surveying follows the same process as interviewing with these 
differences: 

• Write the list of survey questions. 

• Decide how to obtain responses. Yes or no responses? Mul- 
tiple choice? Open ended? 

• Select questions carefully. 

• Field test the questions by trying them out on several vol- 
unteers. 

• Rewrite questions until they are clear and provide data 
that can be sorted and analyzed. 



Points to consider... 



Products r 

. i 



Student products refer to the things they develop to show their 
learning. Developing products from investigations provides 
students with an opportunity to use their learning style 
strengths and personal preferences to represent their knowl- 
edge. 



Representing Knowledge 

Examples of products that draw upon a variety of styles or in- 
telligences are: models, diagrams, letters, videos, debates, 
displays, dramatizations, multimedia presentations, concept 
maps, stories, sculptures, paintings, songs, scripts, classifica- 
tion systems, advertisements and cookbooks. 



Reaching the Audience 

Students take more care in developing their products when they 
are intended for audiences beyond the classroom. Products for 
real audiences include: 

• letters to the editor and articles in the local newspaper, 

• student works published in children's literary magazines, 

• displays in public places — malls, banks, shop windows, 
parks, 

• presentations to appropriate local groups. For example: 
city council, historical society, naturalists society, 

® artistic performances for the public or senior citizens, 

9 story telling in a library or bookstore, 

• creation of oral history tapes for a library, 

• invention convention for other students, 

o mall display of outcomes from ecological studies, 

® contribution of math puzzles to children's magazines, 

• televised student panel discussion of a community problem, 

• student business plans reviewed by business community, 
and 

• dramatization of an issue for the community. 



• before the work begins, 
engage students in 
developing criteria for 
assessing the development 
of the product and 
evaluating it upon 
completion. 

• Include student learning 
logs as part of the 
assessment process. 

• Use products in the 
development of student 
portfolios. 



learning Environment I 

The learning environment consists of the physical as well as 
social and emotional environment that the teacher and students 
create. The needs of gifted learners in terms of environment 
are not significantly different from those of other students. 



^ Physical, 



Social, Emotional 



The physical environment for all learners may include interest 
centres, a variety of working spaces, and a full range of learn- 
ing materials. Interest centres that introduce students to new 
topics or challenges can be of particular benefit to gifted stu- 
dents. 



j^^jaEand^ilidtional environment that 
is accepting and provides a safe and 
supportive atmosphere is important for 
all students. 



A social and emotional environment that is accepting 
and provides a safe and supportive atmosphere is im- 
portant for all students. An environment that promotes 
group planning and problem solving can help students 
move from a teacher-directed atmosphere to one in which 
students accept responsibility for their own learning. 

Sometimes highly gifted students feel different and 
isolated. Strategies to help overcome these feelings are 
the study of famous people, bibliotherapy and grouping for 
instruction. 



| Classroom Resources 

The Changing Years: My Choices and 
Decisions (Sanders, 1987) 

The Changing Years: My Journal of 
Personal Growth and The Changing 
Years: My Journal of Relationships 
with Others (Bisignano & 
McElmurry, 1987) 

Activities for the Study of Gifted/ 
Talented Persons (Juntune, 1984) 

The Growing Person: How to 
Encourage Healthy Emotional 
Development in Children (Shallcross 
& Sisk, 1985) 



Study of Famous People 

Some gifted students go through periods of feeling isolated 
because they think differently from many of their classmates. 
A way to help them feel less isolated is to study the lives of 
other gifted people. They can learn about the personalities, 
backgrounds, motivations, difficulties, as well as successes of 
the famous people. Such a study can lead to understanding of 
self. 

Gifted adults have three traits contributing to their giftedness: 
above average intellect, creativity and task commitment 
(Renzulli, 1986). Students can study the interaction of these 
traits and discover how they contributed to the success of high 
profile people. Studies of famous people can be planned so 
that creative and critical thinking skills are embedded in the 
activities. 



y pibliotherapy 

Related to the study of famous people is the use of bibliotherapy 
(Silverman, 1993; Sisk, 1987). Students study the behaviour of 
characters in a story to explore how they think, feel and re- 
spond in a variety of situations. By asking students to place 
themselves in the positions of characters in the story, they can 
discuss motivations and outcomes, see different points of view 
and practice problem solving. Bibliotherapy is especially valu- 
able for students who may be working through their own set 
of problems. Thinking about how others deal with a problem 
provides students opportunities to play with possible scenarios. 
This can extend their own repertoire of ways to work through 
problems. 



1 Grouping for Instruction 



Interacting with students like themselves is important to gifted 
learners. While acceleration may move students to higher lev- 
els, acceleration in itself does not guarantee that gifted learners 
will work with each other. Small group activities can be oppor- 
tunities for gifted students to collaborate. 



Groupings can be ar- 
ranged in a variety of 
configurations to meet 
the unique learning 
needs of each student. 
Teachers may form 
groups to teach a skill, to 
work on specific cur- 
ricular content, to 
provide students inter- 
ested in a specific topic 
an opportunity to work 
together, or to create an 
environment in which 
students can interact 
with their intellectual 
peers. Groups should be 
flexible in composition 
and duration. Group 
membership may be de- 
termined by the teacher 
or by students. 



Student 



Groupings 



interests 



Abilities 



Needs 

(to promote 
strengths) 
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You Can't Vo It Alone 



A classroom teacher can not meet all the learning needs of 
every pupil who comes through the door. Each professional 
has a unique set of teaching interests, styles and abilities. These 
characteristics make reaching some students easy, while meet- 
ing the needs of others remains a challenge. Seeking assistance 
from others is something all professionals find necessary from 
time to time. 



Factors that affect success 
in the classroom 




The following are possible human resources for class- 
room teachers: 

• school based teams, 

• school district personnel, 

• parents, and 

• members of the community with an interest in 
children and youth. 

The Teacher Planning Guide, found in an appendix, 
can help create a plan that will promote optimum de- 
velopment for each gifted child. 



Mentorship and Internships 

Teachers, counsellors, librarians, other students, parents 
and community resource people can become mentors. 



Classroom Resources 

Gender Equity: Mentoring for 
Students (B.C. Ministry of 
Education) 

How to Mentor in the Midst of 
Change (Sullivan, 1992) 

Mentor Relationships: How They Aid 
Creative Achievement, Endure, 
Change, and Die (Torrance, 1984) 

Mentoring: An Annotated 
Bibliography (1982-1992) (Noller 
and Frey, 1994) 



The relationship with a mentor can help the student move to 
a new level of understanding of a discipline. It is a unique 
opportunity for students to learn how experts in their field of 
interest go about their work. Internships can help the student 
experience the reality of work in a specific field. 

Mentors can provide stimulation and support beyond the 
classroom to highly gifted students. They allow the student 
to move ahead in an area of passion while working with peers 
at other times. 



Developing a Mentor Program 
(Haeger & Feldhusen, 1989) 
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Appendices 



Appendix 1: Programming Options 

The educational needs of gifted and talented students will vary both in the intensity of the needs and 
the kinds of programs that will support development. The needs of most students can be met through 
enrichment programs, grouping practices and challenging activities. There are, however, some stu- 
dents who will need a more radical program of intervention. The more a student's performance deviates 
from the norm, the more extreme the intervention. Treffinger and Sortore (1992 pp. 59-62) provide the 
following illustrative levels of programming which move from services that benefit all students to 
services that may be required by only a few students. 



LEVEL 1: Services for ALL students 

• Creative and critical thinking 

• Higher levels of Bloom's Taxonomy 

• Independent projects 

• Accommodation of student learning styles 

• Exploratory activities — speakers and field trips 

• Individualized progress in basic skill areas 

• Exposure to new topics — foreign languages and 
fine arts programs 

• Activities based on students interests 


LEVEL 2: Services for MANY students 

• Great Books 

• Odyssey of the Mind 

• Future Problem Solving 

• Young authors conference 

• Readers' theatre 
® Young Inventors 

• Computer lab 

• Science fairs 

• Math competitions 

• Performing and visual arts 

• Clubs and academic interest groups 

• Curriculum compacting 

• After school and/or summer enrichment 
courses 


LEVEL 3: Sendees for SOME students 

• In-depth follow-up with guest speakers 

• Individual music, drama or art lessons 

© Cluster groupings to provide advanced 
instruction in content areas 

• Community Problem Solving 

• Opportunities to assist local businesses 

• Individual or small group research projects on 
advanced themes or topics 

• Participation in special classes in content or 
process areas 

• Peer teaching opportunities 

• Instruction by tutors/ older students 

© Participation in special programs sponsored by 
colleges and universities 


LEVEL 4; Sendees for A FEW students 

• Dual or part-time participation in higher level 
courses 

• Grade level acceleration or multiple grade 
advancement 

• Extended work with mentors 

• Presentation of student work/projects to 
outside audiences or community groups 

• Publication of student products in school or 
community sources -- or in regular adult outlets 
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Appendix 2: Teacher Planning Guide 



In what ways might I facilitate the development of programming 
that will meet this students unique learning needs? 



Will the student's placement provide thinking 
and learning challenges? Is the level of 
accomplishment such that the student needs 
another setting some of the time? ...all of the 
time? — | 

Consider: 

0 Content 

- Accelerate to a higher level for 
appropriate subjects 

- Telescope by covering content in less 
time. For example, two years of math in 
one year. 

0 Environment 

Alternate forms of grouping: 

- in class, 

- within the school, 

- pull out programs, and 

- in the community. 

• Program 

Alternate forms of programming: 

- honours programs 

- advanced placement 

- correspondence courses 

- distance learning 

- mentor — student, teacher, other 

- early entrance — to school, to university 



Does the classroom program include the 
teaching of skills or knowledge that the 
student already knows or can learn faster than 
other students? 

Consider: 

• Content 

- Compacting to free student to extend 
learning in other areas 

Are there opportunities for the student to I 
work with content that deals with complex I 
issues/ abstractions? 

Consider: 

• Content 

Organized through the use of: 

- broad based themes that promote 
interdisciplinary connections. 

- realistic or real problems — local, 
provincial, national, global. 

- cases built around realistic scenarios 
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Are there opportunities for the student to 
work with processes that require higher order 
thinking? 

Consider. 

• Processes that involve the student in: 

- critical thinking 

- creative thinking 

- problem solving 

- affective thinking 

- discussions that promote exploration of 
meaning 

• Programs 

- Great Books 

- Future Problem Solving 

- Odyssey of the Mind 

• Research activities using: 

- Primary sources of information — 
interviews, surveys 

- Secondary sources of information — 
books, videos 

Are there opportunities for the student to 1 
communicate results of studies in many 
different ways? 

Consider: 

• Products that allow pupil choice 

- Multimedia presentations 

- Displays 

- Dramatizations 



Are there opportunities for the student to 
communicate results of studies to real 
audiences? 

Consider: 

• Products produced for real audiences: 

- works published in children's literary 
magazines 

- displays in public places — malls, banks, 
shop windows, 

- creation of oral history tapes for library 

Are there opportunities for the student to be 
actively involved in the planning and 
assessment of learning outcomes? 

Consider: 

• Involving the student in developing: 

- independent studies/investigations 

- negotiation of a learning contract 

- means to assess process, e.g., journal, 
learning log 

- criteria for assessing the study's outcomes 

• Working with the student to determine: 

- positives of the project 

- thing to improve another time 



Appendix 3 : IE P - Student Profile 

Name Teacher 



Pate 



Grade/Class School 



Learning styles/strengths: 



Student Interests: 



Special Abilities: 



Results from Achievement Tests 



Name of Test 


Pate Given 


Result 



























Results from Formal Testing 



Name of Test 


Pate Given 


Result 



























Teacher Observations: 



Summary of Needs: 



Student's vision, goals for self: 



Append samples of student work 
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Appendix 3: IE P - Student Plan 

Name Teacher 

Pate Grade/Class School 



Eased on the student profile, check the planning 
options below that will be part of the students 
individual education plan. 



Appropriate Learning Levels 



Curriculum Pifferentiation 



□ 


Acceleration 


□ 


Content 


□ 


Telescoping 


□ 


Processes 


□ 


Compacting 


□ 


Products 


chment Opportunities 


Other 




□ 


Exploration activities 


□ 


Special Froqrame 


□ 


Thinking, research and planning skills 


□ 


Mentoring 


□ 


Individual study option 


□ 


Apprenticeship 



What are the intended student outcomes? 



How will the outcomes be assessed? 



Criteria for evaluation of outcomes (set with student). 



Members of Planning Team: 



Review Pate 
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Appendix 3: IE ? - Student Profile 

Name Mor/c /? &nrfrrd_ Teacher 'Jane, £>a.V/ dsor? 

Pate October- /9*?f- Grade/Class ^ School Ceo/ar^ £/ernerr ? L arp, 



Learning styles/strengths: 

prefer? f Iworh a /one. 
//hes /he/ t V/dua. / pry ec/s 
'Vorac '/o <sS rea.de.r- 
pood memory -for fac/s 



Student Interests: 

head./ no - any fop/c. 
/haff 7 

Soot a / s/ud/es - sdudy of 
di-ffertnY peop/e. 



Special Abilities: 

Verba./- Speaking 
/ dry -fund of /n/brmaY ion 

Concerns : otrffico//y ge/Y/ng 
io/eas on paper 

ha.no/ Wr/Y/na 



Results from Achievement Tests 



Name of Test 


Pate Given 


Result 


1 

1 


- June ' 99- 


?.s 


Y brea/edor/n of res 


j/Yr a//&cA t 

















Results from Formal Testing 



Name of Test 


Pate Given 


Result 


Vv/sc, /// 


9 +/o?/zz 


9?% i/e 


verba/ 




9 ?% 7/e. 


PejHzprryx CinCJtr 




W/.i/e 









Teacher Observations: 

Can read and Un ol ers/ctrd Ony/b/ng 

he picks up 

has bo any ideas 



respond* <^uick/y h> /oj/c. prof/****? 



5ummary of Needs: 

oppor/und/e f lb make. use. of h/f verba/ a.no/ reasoning sbd/s 
S'upporf in recording ideas and /enow/ n g bars ho Comm uni ecc/e, / dea s 
in Wr/V/ng 

f Uppor/ in organiyng his idea*, resea rcP, f/nd/ngS 



Student's vision, goals for self: 



become. Oc prop rammer him c. ony> u/er gomes 






* 



Append samples of student work 



49 



Appendix 3 : IEP - Student Plan 

N ame Mark_ £? am ford Teacher \J&ne Dav/dsom 

Pate l_ (^21. Grade/Class k School Cedffz ^neyr tarcy 



Eased on the student profile, check the planning 
options below that will be part of the students 
individual education plan. 



Appropriate Learning Levels 



Acceleration ^reod /n^ rn oteno /) 



□ Telescoping 

□ Compacting 



Curriculum Pifferentiation 

Content Ct/ensum of Soc . Stud/es tcp/c, 
fiT Processes ttinhny - ano/ys/s Synthes/ s 

Audi&ncc, /n O. vor/efy of ways 



Enrichment Opportunities 

□ Exploration activities 

Thinking, research and planning skills 

□ Individual study option 



What are the intended student outcomes? 

ZXp/ore o. toy/ic /n depth 
dt-VeJop Shi//s of e/ at oration 
define his project 
j at her data 
S y/j theS/ye intor/ra t /on 



Other 

□ 

□ 



Special ?roqram5 fake part dehatisy 
Mentoring M Mr 

Apprenticeship 

recommend Mor/ frarh df 
y&S<n/rct, person fur primary 
SC/ence study of rep/i/es and. 
OLmphitians 



How will the outcomes be assessed? auai/ty of front: 

Student S~eif assessment / r/your t oho temj-e, 

' f)&n/ hnorw/edje, 

dou/y tearn/no too - to inc/ude, Vut>at he has dune, f /nsyhts questions 
presentation and fin a./ product Cancemr 



Criteria for evaluation of outcomes (set with student). 

to jfictud e f o //uni ny Qre~a S : 

/. f/ann/ny <f- Presentation 

2 . . Data gattie-riny f re search ski/tf f. /—in a. / product 
7. O/yanijation 

Members of Planning Team: o/assremn touch er-* y/fted resource, feacAer^ Shuotent- 
Review Pate February /??T 



Appendix 4: brilliant Behaviours 

Student Date 

Strength 



True? 


Behaviour 




Humor - Exceptionally keen sense of the comical, the bizarre, absurd. 




Motivation - Intense desire to know, do, feel, create or understand. 




Interests - Ardent, sometimes unusual, passionate, sometimes fleeting. 




Communication/Expressiveness - Extraordinary ability to convey meaning or emotion 
through words, actions, symbols, sounds or media. 




Inquiry - Probing exploration, observation or experimentation with events, objects, ideas, 
feelings, sounds, symbols or media. 




Problem-solving - Outstanding ability to bring order to chaos through the invention 
and monitoring of paths to a goal; enjoyment of challenge. 




Sensitivity - Unusually open, perceptive, or responsive to experiences, feelings and to 
others. 




Intuition - Sudden recognition of connections or deeper meanings without conscious 
awareness of reasoning or thought. 




Reasoning - Outstanding ability to think things through and consider implications or 
alternatives; rich, highly conscious, goal-oriented thought. 




Imagination/Creativity - Extraordinary capacity for ingenious, flexible use of ideas, 
processes or materials. 




Memory/Knowledge/Understanding - Unusual capacity to acquire, integrate, retain 
and retrieve information or skills. 




Learning - Ability to acquire sophisticated understanding with amazing speed and 
apparent ease. 



© 1994, Kanevsky, Maker, Nielsen & Rogers; reproduced with premission from Fro- Ed. 
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Appendix 5: Class Assessment 



Characteristics 




O 

ERLC 



Advanced vocabulary 


























Good memory 


























Learns quickly and easily 


























Large fund of information 


























Generalizes skilfully 


























Comprehends new ideas readily 


























Makes abstractions easily 


























Perceives similarities, differences, 
1 relationships 


























JMakes judgments and decisions 


























Questions. Curious about many 
topics 


























Has many ideas 


























Sees things in varied ways 


























Offers unique or unusual ideas 


























Adds details; elaborates 


























Transforms or combines ideas 


























Sees implications or consequences 
easily 


























Risk-taker; speculates 


























Feels free to disagree 


























1 Finds subtle humor, paradox or 
1 discrepancies 


























Sets own goals, standards 


























Intense involvement in preferred 
problems and tasks 


























Enthusiastic about interests and 
activities 


























Needs little external motivation 


























Prefers to concentrate on own in- 
terests/projects 


























High level of energy 


























Perseveres 














n * A m 












Completes, share products 






B! 


i£§T 


'€01 




lOT 




JT“ 








Eager for new projects/challenges 


























Assumes responsibility 












— fvl 


L— 













Adapted from Treffinger, (1956); reproduced with premission from United Educational Sendees, Inc. 
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Glossary of Terms 



Ability grouping: A variety of organizational structures of ei- 
ther long or short term duration, whereby students of 
like ability or achievement level can work together. 
(Rogers, 1994) 

Ability-grouped Classes (Tracking): Students at one grade 
level are assigned to a self-contained class based on abil- 
ity or achievement. A subset of this strategy would be* 
special full-time classes for gifted students or magnet 
schools. (Rogers, 1994) 

Above level achievement tests: Tests that have a ceiling con- 
siderately higher than the grade level in which a student 
is placed. For example, a test where a student in Grade 3 
could demonstrate a reading and comprehension level 
at Grade 12+. 



Acceleration, college: Access to college-level course work at 
earlier age than expected. 

Acceleration, grade: Completion of general grade-level cur- 
riculum at earlier age than expected. 

Acceleration, subject-based: Rapid movement through the 
curriculum of a single subject area. 

Categories of giftedness based on I.Q (Silverman, 1994) 
115-129 IQ Mildly gifted (+1-2 SD) 

130-144 IQ Moderately gifted (+2-3 SD) 

145-159 IQ Highly gifted (+3-4 SD) 

160+ IQ Extraordinarily gifted (<+4SD) 

Cluster Grouping: Gifted students (usually five to eight stu- 

dents) are placed in one classroom with the remainder 
of the class composed of a normal distribution of ability 
levels. The "cluster" teacher is given appropriate train- 
ing and spends proportionate time on curriculum 
differentiation and direct instruction for this cluster 
group. (Rogers, 1994) 

Content: The ideas, concepts, descriptive information and facts 
presented to the student. 
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Creatively gifted: The creatively gifted have creative thinking 
abilities which are superior to other children in the school 
system. These children are divergent in nature and might 
not score as high as the intellectually gifted on tests of 
achievement and intelligence, but will score higher on 
measurements of creativity than the general population. 
(Betts, 1985) 

Cross-Graded Classes: Students are re-grouped by their 
achievement or performance level in one or two subject 
areas across grade lines. A subset of this strategy would 
be full-time cross-grading for all subject areas, as may 
occur in multi-age classrooms, non-graded classes, etc. 
(Rogers, 1994) 

Genius: Is giftedness which produces new conceptual frame- 
works that lead to paradigmatic shifts in a discipline, art 
form, profession, or field of business-economics. 
(Feldhusen, 1992) 

Giftedness: A complex of intelligence(s), aptitudes, talents, skills, 
expertise, motivation and creativity that lead the individual 
to productive performance in areas or domains or disciplines 
valued by the culture and time. (Feldhusen, 1992) 

Intellectually gifted: The intellectually gifted have intellectual 
abilities superior to other children in the school systems. 
Scores for these children will be high when looking at 
achievement and intelligence. (Betts, 1985) 

Learning Environment: The physical setting and psychologi- 
cal climate in which learning takes place. 

Process: The way new material is presented, the activities in 
which students engage, the questions that are asked, 
teaching methods and the thinking processes developed 
in the students. 

Product: The thing students develop to synthesize and com- 
municate knowledge, concerns, findings, points of view, 
recommendations, and theories. It is the result of student 
interaction with content resembling, for gifted students, 
those developed by professionals in the discipline being 
studied. 



Pullout: Gifted students at the same or different grade levels 
are removed from their regular classroom for a set time 
each week for enrichment and extension of regular class- 
room curriculum. Hours range from one to six per week. 
(Rogers, 1994) 

Real audience: An audience that has a connection to the stu- 
dents' work in a real life sense. For example, a city council 
might have an interest in the results of a student study 
and recommendations on violence; members of the com- 
munity might be an audience for student developed 
artistic performances; readers of the local paper might 
read a students' letter to the editor addressing a commu- 
nity problem. 

Talented: The talented have developed one specific area in 
which they excel. The ability is more focused on one area, 
such as math or music, but they possess a very strong 
drive or motivation to devour everything about that one 
area. Participation in the area is consistently outstand- 
ing and there is the need for further facilitation and 
enrichment. (Betts, 1985) 

Within-Class Ability Grouping: Students within one class- 
room are divided into two or more groups by 
achievement level in a subject or topic area. This is also 
known as "flexible grouping." (Rogers, 1994) 



Professional Organizations and Resources 



The Association for the Gifted (TAG) 

Council for Exceptional Children 
1920 Association Drive 
Reston, VA 22091 
(800) 336-3278 

(Professional membership encourages pro- 
gram development and professional training 
in the education of the gifted; journal) 

The Association of the Educators for the Gifted, 
Talented, and Creative Children of B.C. 

British Columbia Teachers Federation 
550 W. 6th Ave. 

Vancouver, BC V5Z 4P2 
(Provincial Specialist Association) 

The Center for Academically Talented Youth 
(CTY) 

Johns Hopkins University 
Charles and 34th Streets 
Baltimore, MD 21218 
(301) 338-8427 

(Offers summer programs, networking, and 
talent search program.) 

Council for Exceptional Children/ERIC Products 
ERIC Clearinghouse on Disabilities and Gifted 
Education 

1920 Association Drive 
Dept. K31148 
Reston, VA 22091-1589 

(More than 30 digests and research briefs that 
provide a synthesis of latest research findings.) 

Gifted Children's Association of B.C. 

Cathy Martyn 
5293 Somerset Drive 
Nanaimo, BC V9T 2K5 
Phone or Fax (604) 758-8238 > 

(An advocacy organization with parent and 
educator membership; publication.) 



Hollingworth Center for Highly Gifted Children 
PO. Box 464 
South Casco, ME 04077 
(Provides information and newsletter on 
highly gifted children.) 

National Association for Gifted Children 
(NAGC) 

1155 15th Street, NW, Suite 1002 
Washington, DC 20005 
(202) 785-4268 

(Membership includes journal. Gifted Child 
Quarterly, networking, resource information.) 

National Council of Teachers of Mathematics 
1906 Association Drive 
Reston, VA 22091 

The National Research Center on the Gifted and 
Talented 

The University of Connecticut 
362 Fairfield Road, U-7 
Storrs, CT 06269-2007 
(Research center in gifted education.) 

National/State Leadership Training Institute on 
the Gifted and the Talented (N/SLTI-G/T) 
Hilton Center 

900 Wilshire Boulevard, Suite 1142 
Los Angeles, CA 90017 
213/489-7470 

(Provides short-term training of parents, educators, 
and administrators of the gifted; publications.) 

The World Council for Gifted and Talented Chil- 
dren, Inc. 

Dr. Norah Maier 

University of Toronto, Faculty of Education 
371 Bloor Street West 
Toronto, ON 
Canada M5S 2R7 

(Promotes research for and about giftedness 
and creativity around the world; semi-annual 
journal.) 



How to Improve This Resource Guide 



We hope this Resource Guide addresses most of your questions and concerns regarding providing 
appropriate programs for gifted learners. Since the users of any manual are often the ones best able to 
identify its strengths and weaknesses, let us know how this document, and others like it, can be 
improved. When the manual fails to solve a problem, or if you have any suggestions and comments, 
please complete a copy of this page and send it to the Branch. 



How do you | rate Gifted Education, A Resource Guide for Teachers ? 



1. Useful? 


Yes No If No, please explain: 

□ □ 






2. Easy to ur 


iderstand? □ □ 






3 . Well organized? Q □ 






4. Complete? 


□ □ 






Other Comm 


snts: 
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